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ABSTRACT
One of the most important implications for

professional adult educators drawn from this review of the literature
(emphasizing seven research studies which focus on the individual
learner) stems from the increasing evidence that adults plan a great
deal of learning for themselves without any assistance or
intervention from professional adult educators. The studies indicate
that an adult's learning project is a specific, personal, and
individualized effort. The need of reliable subject matter resources
for self-planned learning projects challenges the adult educator to
increase the diversification in "packaging" subject matter (e.g.,
tapes, cassettes, single topic newsletters, television) for
individual learning projects. Learners perceived, probably
accurately, that group learning did not fulfill personal goals.
Current education models must change; new techniques for building
learner goals into group learning activities must be explored. People
engaged in self-planned learning need and want help with their
learning. How will coordinating mechanisms be formed to provide th3
necessary counseling, resources and referrals? Future studies must
focus on the major areas and issues of self-planned learning.
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Introduction

Adult education has a large body of researci findings about participation.

Most ok these studiet, however, are studies of acults who participate in.in:;ti-

tutionai programs. Adult 4 cators really know Nery Little about participa-

tion in adult learning activities from the individual learner's standpoint-

how much time he spends at learning, what and wh} he learns, how he learns,

where he learns, and what help h..: obtains to assist him in his learning. Nor

is very much known about the adult education delivery system and its inadequa-

cies.

It is only recently that participation studies have focused on the indi-

vidual who is engaged in learning. Data from these studies h 'ive resulted in

observations and implications which are by no means trivial. One revealing

part of these studies was the fact that almost 70 percent of th,- learning

activities undertaken were self-planned outside :he institutional framework of

adult education. lhe high incidence of self-planned learning raises serious

pol(_y questions conceL-ning the future of adult education.

Findingq from studies with an
institutional focus

ParticiWion studies with an institutional focus have most oftei taken

the form described as "clientele analysis." This type of study consists of

a description of the characteristics of the participants in adult education

programs of one or more agencies in comparison with the characteristics of

the general population who could potentially be served. The characteristics

frequently used for comparison include sec, age, employment status, level of

occupation, level of income, marital status, family status, and place of

residence.

Numerous studies'-'of this kind have been conducted throughout the country,

and out of them has emerged a fairly consistent profile describing the parti-



eipant in adult edtwation programs. Houle summarized clientele analysis

studies with these' general onlusions:
C

In general, high income groups are more .likely to take part in
educational activities than low income groups. Participation is

also positively related to the size of the community, the length of
residence in it and he number of different kinds of educational
activity available. People with certain nationality or religious back-
grounds are more active than those with other backgrounds. Age is

important; the very young adult seldom takes part, but there is a
sharp upturn in the late twenties, a fairly constant level of activity
until the age of fift.y, and a decline afterward. Married people parti-
cipate more than single people, and families with schoolage children
more than famiIies-wi'..hout c_hem. Many more professional, managerial,
and technical people take part relative to their number in the popula-
tion than do people from other ocupational groups; next in signifi-
cance are white collar and clerical workers; then skilled laborers; and

lastly unskilled laborers. But the most universally important factor
is schooling. The higher the formal education of the adult, the more
likely it is that he will take part in continuing education. The

amount of schooling is, in fact, so significant that it underlies or
reinforces many of the other determinants, such as occupation, size of
community, length of stay in it, and nationality and religious back-
ground.1

One outcome of clientele analyses has been generalizations concerning

the participatir,n patterns of various subgroups within the population, and an

accompanYTng tendency to expect all members of a particular subgroup to

exhibit similar patterins of behavior. Thus persons with a low level of edu-

cation are usually thought of as being nonparticipants, while it is assumed

that persons with a high level of education generally exhibit high partici-

pation rateF..

While such generalizations regarding participation patterns undeniably

had a basis in fact and might be useful for broad des.riptions of the behavior

of various groups, they had several limitations. One such drawback was the

endency to lose sight of the differences within groups while focusing major

attention on the differences among groups. Within the less educated group

there were people who did participate; similarly, among the better educated

there existed people who did not participate. As indicated, these people
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Lend Lo be ignored in disccsions of participation.

it clientele analyses studies had another :.imitation in that they

dealt wiLh single actions 'f indivAuals, not with their whole patterns of

learning effort. Al;o, si-A:u every adult educat .on institution was developed

in terms of more or less explicit conditions Lhat limited its clientele, par-

ticipation studies from the institution point of view were not much more than

countings of those who participated in the programs.

Brunner
2

cited the need for research That took as its starting point not

the act of participation but Cre participant. Houle further challenged adult

educators by stating that the theory and practice of adult education would

not progress very far until they were based on an iderstanding of how mature

people approach the tasks and opportunities of adulthood.
3

Findings from studies which
focused on the individual learner

Houle
4 is credited with having done the first study tMat focused on the

individual's whole pattern of educational effort. His basic thesis was that

the desire to learn, like every other human characteristic, is not shared

equally by everyone. This thesis was upheld in his findings. From his

results, Houle proposed a theoretical typology defining three major ideal

types of participants in continuing education according to their learning

orientations. Cautioning that these were not pure types, Houle classified

continual learners as (1) goal-oriented: those who use education as a means

of accomplishing clear-cut objectives; (2) activity-oriented: those who

utilize adult education as a means of satisfying social needs; (3) learning-

oriented: those who seek knowledge for its sake.

c

Sheffield, Ingham, and Litchfield,- using different techniques of

measurement, attempted to devise a meaningful scale on which the total educa-

tive activity of given individuals could be measured. Each investigator

3
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derived a total score of educational participation for 2ach person studied.
a.

The scores were based on an individual's self-reporting of his actual per-

formance in activities judged to be undertaken for purposes of education.

Litchfield concluded that:

;here no longer appears to he any validity in the belief, long
Leld by many adult educators, that there are participants and non-
participants in adult education. All men and women partake of adult
education to some extent. The focus now must be upon questions of
the degree ,nd kind of that participation.6

One of the most comprehensive studies focusing on the educational

pursuits of American adults was a national survey
7

conducted by the National

Opinion Research Center. Among other things, this study found the phenomenon

of self-teaching was quite common among adults--this type of activity had

never before been extracted from a national sample of the population. An

estimated nine million adults in the United States carried on at least one

self-instruction project during the year preceding the interview. The authors

stated that the incidence of self-instruction among adults was "surprising"

and "much greater than anticipated." Tney suggested that "the category may

well represent the most overlooked avenue of activity in the whole field.""

Johnstone and Rivera did not specifically define the concept independent

study--it was referred to as "trying to-teach yourself something on your own. "9

They also used independent study interchangeably with self-education and self-

instruction.

The Johnstone and Rivera study estimated that approximately one person

in five had been active in some form of learning during die twelve-month

period just prior to June, 1962. Of all adults who reported at least one

educational activity during the year, approximately 8 percent had engaged in

independent study.
10 When people were asked whether or not they had ever

engaged in independent study since leaving school, 38 percent recalled at

least one occasion on which they had tried to teach themselves something on

4



their own.
11

This represented a substantial number of adults who had engaged

in learning something on their own after leaving school.

Certain typos of-subject matter were frequently self-taught whereas

others ere not. When all the self-taught subjects reported by the inter-

viewees were classified, the category most frequently self-taught concerned

the area of home and family. Fifty-nine percent of the learning efforts in

this area were self-taught rather than learned by some other method. Forty- -

three percent of the courses and projects in hobbies and recreation were

self-taught, as were 40 percent in general education, 30 percent in personal

development, 25 percent in vocational subjects, 23 percent in public affairs,

and 13 percent in religion.
12

A more detailed analysis of 49 types of subject

matter found that at least 80 percent of all courses in technical arts and

hobbies, gardening, and home improvement skills were self-taught.
13

The incidence of independent study might well have been greater than

was reported in the Johnstone and Rivera study. It is important to note that

while all courses that involved instruction were recorded in the interview,

the inventory only had space to record two subjects for independent study,

although undoubtedly some people studied more than this on their own.

The interview question on which independent study statistics were

based was w%rded thusly:

Up to this point, we've been talking about enrollm-nt in courses
and attendance at classes. During the past twelve months, have you
tried to teach yourself some new subject matter or skill by means
of independent study on your own?14

The interviewer merely accepted and recorded a response of "yes" or "no."

No attempt was made to apply, or explain to the interviewee, any criteria for

deciding whether a particular example of learning should or should not be

included. Interviewers merely asked one general question--they did not

explain the question, enc')urage the respondent to consider various possible

examples of his self-teaching, nor probe into the meaning of 'as responses.

5



No additional information was collected concerning the learning materials and

methods employed in selt-teaching. Thus, many gaps still remained to be

filled by other researchers.

Beginning with Allen rough's work in 1965, a systematic wiry of ti:e

self-learner began to emerge. Tough has probably pursued the study of self-

plann,d learning more than any other single adult educator. He defines self-

planned learning as a person's deliberate attempt to learn some specific

knowledge and/or skill where he himself assumes primary responsibility for

planning not only the why, but also the what and how to learn, when to learn,

and where to learn. He may include a course as part of the total learning

effort or seek materials or advice froni an educational institution, but he

retains the control of and responsibility for deciding what resources and

activities to use each time.
15

Tough's docto..al research
16

focused on the behavior of adults while

planning their own learning projects. Tough found that an adult can indeed

perform the teaching tasks for himself and that he seeks help from a variety

of sources while undertaking self-planned learning. A further study of the

major reasons for beginning and continuing a learning project
17

has provided

greater insight into an adult's conscious motivation at the time he begins a

deliberate sustained effort to learn, and at the midpoint of the learning

project.

Tough's most recent study18 investigated the learning activities of a

small group of adults. Intensive*, probing interviews revealed that these

adults spent an average of 700 to 800 hours in deliberate learning projects

per year. Approximately two-thirds of this learning was self-planned.

None of the earlier studies uncovered as much self-planned learning as

was found in the Tough study. Basically, these earlier studies uncovered

only the learning efforts that the person could recall fairly quickly and
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easily. It was undonbt,dly easier to recall a course or conference cr. dis-.

cussion group thin it was to recall most self-planned learning efforts. For

this reason, many self planned projects probably remained undetected in pre-

vious studies. The interview schedule Tough designed called for a probing

interview with the Iarnt.r. In his interviews, he used long lists of subject

matter and learning methods to stimulate recall. Instead of asking only one

general question, he.tried several different ways of asking the person to

recall additional projects. A two-hour interview was devoted exclusively to

discovering all the person's learning projects during the preceding year, and

to gathering certain basic data about these projects. Despite his intensive

efforts, rough reported that "interviewers felt they failed to uncover all of

the learning projects in some interviews and that perhaps self-planned learn-

ing is even more common than our figures indicate. "19

Findings from Tough's study suggested that a large segment of our popu-

lation does not use the traditional approaches to learning. The samples used

by Tough were very small, however, and not all of them were chosen on a com-

pletely random basis from a large population. Despite the inadequacies of

the samples, the data were encouraging enough to indicate that further research

on self-planned learning could he valuable.

Since Tough's exploratory study in 1970, seven studies which utilized

Tough's design have been completed and one exploring the learning projects

of elderly adults is underway in Nebraska.
20

Six of the seven completed

studies covered a period of twelve months prior to the interview and described

learning efforts in all aspects of the responeents' lives. Fair
21

concen-

trated on the learning efforts of first year elementary teachers. Since his

study included only the learning efforts of teachers in their roles as begia-

ning professionals and covered a period of six month; prior to the interview,

data are not included in the summary of studies.

The Tough study included sixty-six adults from seven populations--blue-
.

collar factory workers, women and men in jobs at the lower end of the white-

7



coiPir scale, beginning elementary school teachers, municipal politicians,

social science professors, and upper-middle-class women with preschool child-

ren. McCatty studied a random sample of fifry-tour professional men in a

suburb of Toronto, Canada. Johns
3
studied the :.earning activities of a ran-

dom sample of thy.rty-nilli )racticing pharmacists in the Atlanta, Georgia met-

ropolitan area. Denys
24

has investigated the learning projects of forty

African professionals (senior managers and teachers). Johnson
25

studied the

learning projects pursued ')y a stratified random sample of forty adults who

had earned an adult high school diploma or a hig11 school equivalency certi-

ficate during 1970-71 in Fort Lauderdale, Florida. Coolican
26

investigated

the learning projects of forty-eight Syracuse, New York mothers whose eldest

child was not yet in school.

The University of Tennessee,
27

unCer contrast from the Tennessee Valley

Authority, investigated the learning activities of a random sample of 46k cif

adults in both a rural and an urban county of East Tennessee. This study was

not only the largest one undertaken to date but also the onlY one that used

a random sample from the general population. The design of this study dif-

fered from the others--interviewees were asked to recall all learning projects

undertaken during the twelve months prior to the interview, but data were

collected for only one of the learning projects reported. Tbis limitation of

comparable data is a setback because this was the first study utilizing

Tough's design that had not only a random sample from the general population

but also a sample large enough to statistically measure the extent of associa-

tion between personal characteristics of the learner and the extent of learn-

ing activity undertaken.

Major Findings From Research Studies Which
Focus on the Individual Learner

A summary of the major findings from seven studies is presented in Table

1. Each study utilized Tough's design and described learning efforts in all

aspects of the respondents' lives in the twelve months prior to the interview.

8
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Comparisons mosi nenthelss h, cautious and tentative at this stage.

The sLudies varied in their populations and methods of sample selection. The

only study which was a survey of the general adult population has limited

da.a. No coefficients of interviewer reliability were established among

Ctv k-ngaged in the seven studies. With thse limitnt

in mind, the following renLative conclusions are set forth reg-rding the

learning activities of adults.

Fxtcnt of learning activity
undertaken in the past year

In measuring the extent of learning participation, two dimensions were

considered- -the number of learning projeczs undertaken and the estimated num-

ber of hours spent. Tough found that his subjects organized their learning

efforts around learning projects--defined as a series of related episodes,

adding up to at least seven hours. In each episode the person's primary

intention was to gain knowledge and skill and retain it for at least two days.
28

Tough reported a participation rate of 98 percent. The other six studies

sup,. rt this finding that although the degree of participation varies, almost

every adult undertakes learning activities in any given year. The number of

learning proj-!cts undertaken by the "typical adult" in a twelve month period

ranged from 3 in the Tennessee study of the general population to 13 learning

projects for the study sample of adults who had earned a high school diploma

or equivalency certificate one year prior to the interview.

Some clear differences exist among populations in the number of hours

spent in learning activities. These differences also exist within the same

population. The number of hours ranged from 167 for the typical young mother

in the Coolican study to 1244 hours spent by the average executive in McCatty's

study. Denys was the only researcher who employed a lo.arning acLivsty diary

to check the validity of the time estimates elicited in the interview. He

reported that diary data yielded evidence that the respondents' time esti-

mates in his study were conservative.29
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t:oolican set thy minimum time limit for a learning project at one hour

rather than the seven hour limit used in the other studies. tier data indi-

,:ated a phenomenon of "quirk learning " -- completed projects which could be

learned in less than seven hours and active projects undertaken which would

undoubtedly develop into 1 ,nger projects.
30

It appears the major question is no longer participa'iot vs. non-parti-

cipation. Almost uveryone undertakes learning projects to some degree. The

major focus now should be an questions related to differences in degree of

participation, the issue of difference in quality, and how to make this

learning better.

Learning for credit

Credit was defined to include both academic credit and certification.

Academic credit included those learning efforts receiving credit towards a

high school diploma, a certificate from a business school, or a college

degree. Certification included learning projects undertaken to pass a test

or examination, toward some license or driving test, or toward some require-

ment or examination related to a job.

Tough's study
31

found that only 0.7 percent of all the learning projects

were undertaken for credit. With one exception, data from the other studies

were consistent with this evidence that learning for academic credit and

certification forms only a small portion of all adult learning. Johnson's

study
32

of recent high school graduates reported 23 percent of the learning

,rojects undertaken were fol credit. His subjects weie involved in more for-

mal schooling than the avera.e adult--community college, full-time vocational

programs or job advancement training mandatory for employment or state

licensing.

Since certification and credit ara considered to be powerful outcomes

and motivation of particpation in formal education, the question is what

13



ApH1c.thilitv do ,,Att: -nd ,v,dli havo for adult oducation? How

should adult education tit urganizedaround institutions, credit, and creden-

tials or around learners?

Major planner

Prior to undertaking a learning project, the learner himself had to

decide whether to proceed with the learning project and what (generally)

should be learned. Another basic question he faced at the beginning of a

learning project was who would be responsible for the detailed planning--what

and how he should learn during each episode. Tough adopted the label

planner" to refer to the person or thing that did most of the detailed day-

to day planning in the learning project.

He defined the concept of planner
33

as the person or thing responsible

for the majority of the learning episodes of a learning project. The planner

was responsible for more than half of the detailed day-to-day planning and

deciding in a learning project. The planner made the majority of the deci-

sions about tihat to learn (the detailed knowledge and skill) in each learning

episode, and/or about how to learn (the detailed strategy, activities, and

resources). In addition, the planner may hal,- also decided when to begin

each learning episode, and the pace at which to proceed. The concept of

planner was intended to classify the source of the plans and decisions, not

motivation or subject matter.

Tough distinguished four types of planners that were possible from the

learner's point of view:

1. Self-planned learning. In son.' learning efforts the learner himself

assumed primary responsibility for planning not only the why, but also

the what and how to learn, when to learn, and where to learn. He might

seek help and advice about these decisions from a variety of individuals

and materials, but he retained the control of and responsibility for

deciding what resources and activities to use each time.

14



i:roupplanned The Earner might decide to attend a group and

let the group (or its leader or instructor) decide what an, how to

learn. The group must ha,, a minimum of five r.rsons. included

a course, workshop, conference, or informal group of people with comm,r:

interests.

3. One-to-one learning. In some learning efforts, the planning and deciding

of what to learn and in what order was handled by one person, who helped

the learner in a one-to-one situation. That is, there was one helper

(or instructor, teacher, expert, or friend) and one learner. These two

persons interacted, usually face-to-face, although it could be by tele-,

phone or correspond,,nce. Even if as many as four learners were receiving

individualized attention from one other person at the same time, it was

included in this category.

4. Resource-planned leaning. In these learning projects, the major part

of the detailed directions as to what to learn and what to do at each

session resided in some material resource (e.g., a programmed instruction

book, a set of tape recordings, or a series of TV programs). The learner

followed the programs or materials and they told him what to do next.

Tough called this planner type a nonhuman resource. Other researchers

have named it object-planned, or inanimate-planned.

In most learning projects, there is clearly a s.ngle planner. A few

learning projects, however, may not be clearly marked by a major planner.

If no one planner was responsible for the majority of decisions, Tough
34

classified the learning project in a residual category called mixed planning.

Tough found that 68 percent of all the learning projects in his 1970

study were self-planned.
35 The other studies reported a high incidence of

self-planned learning--ranging from 56 percent in Johns' sUudy of pharma-.

cists to 76 percent of professional men in ncCatWs stuey.
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t'ro'op -planned preHts raned second in all studios with a range of 11

to 16 percent except for recent high school graduates--23 percent of their

learning projects were prodp-planned. Im!Ividthilly-planned projects account.,('

for 6 to 14 percent. Those planned by dn inarjmate resource (programmed

learning, tape recordings, or televion series) included 1 to 5 percent

except for Johns' suajecis; he reported that 19 percent of the projects under-

taken by pharmacists were resource-planned. The large number of continuing

education programs available on cassiqtes in the Atlanta area may explain why

this population had a higher percentage of resource-planned projects.
36

\
Traditionally, adult educators have been concerned only with the phase

of adult learning that takes place in organized programs inn institutions.

Self-planned learning seems to be an extensive activity; it may become even

more prevalent. It may turn ot4 to be a very efficient way,, or adults to

learn skills and knowledge that are needed. Thus, adult educators can no

longer subscribe to the belief that self-planned learning is beyond the range

and responsibility of adult education or other institutions. indeed, the

research has pointed out that persons engaged in self-planned learning need

and want help with their learning. inadequate help results in countless

wasted hours, Inappropriate projects, and inefficient methods.
37

Subject matter areas 'studied

Most learning projects were initia,ed for practical reasons--to acquire

knowledge and skill related to one's job, home, family, sport, or hobby. The

percent(igf.: of projects unuertaken in th.: area. of (1) vocational or occupa-

tional competence, aid (2) home and farily competence appeared to vary with

different groups of .Idults. The percentage of learning projects undertaken

in the areas of (1) public affairs, (2) religion, and (3) general liberal

education did not vary to any great extEnt among different groups of adults

and each category ld a relatively minor position in the overall pattern.
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Primary subject nitier resource,
>iampr method of learn lull

The Goolican study wa-; the only one that asked interviewees to name tlu

primary subject matter resource for each learning project. The two resoutk,:.

named most often were individuals intimates (friends, neighbors, or relativ...;

and paid experts. The third resource named most often was books and Pam-

phlets.

In four studies, data were collected on the major method of learning.

Denys obtain,N his data by analyzing the type of learning episodes reported

by interviewees. The other three studies asked interviewees what method of

learning consumed more time than any other in the learning project--McCatty

asked this question for self-planned learning projects only while Johns and

Johnson asked it of all projects. Practice, reading, and discussion were

the three methods reported most often.

Summary

These studies have added to the growing knowledge of participation

research that focuses on the individual learaer. They have furthered our

knowledge about the concept of self-planned learning. They have also shown

that the amount of adult learning effort is extensive and that most of it

occurs outside adult education institutions.

The high incidence of self-planned learning raises serious policy

questions for adult education such as:

What are the criteria by which self-planned learning is
education and should be called education?

Should self-pianned learning be beyond the range and
responsibility of adult education or other educational
institutions?

What influence should adult educators exert on the
learning process carried on by an individual who can
plan i': himself? Why should they?

17



if solf-plana,d Ikarn:ng :),,ing carried cult is effective,
what grounds do wo have for' saying adult education has
a role? What should that role be?

InTlk-:Itions for Institutional

Elementary and secondary education

Each study indicated that interviewees had no concept of lifelong

learning. Most people queried in these studies Lelieved that adult learning

was something that was done in an institutional setting, in a formally-

organi:ed course or program. The typical perception of interviewees at the

beginning of Lhe interview was that they had not done any learning at all

during the past year, and that any learning they had done was unimportant or

of low quality. A frequent side effect of the interl'4ew was a heightened

awareness in the participants of their own learning efforts and of the fact

that noninstitutional environments and resources can contribute substantivlly

to a person's continuous learning.

Subjects did plan their learning activities. Coolican
38

reported the

deciding and planning phase of the learning project was quickly passed over.

'Subjects lacked criteria for determining the adequacy, validity, and suffi-

ciency of information. Their evaluation skills seemed simplistic. Subjects

seemed to lack knowledge about community resources and how to use them.

Major roles of the formal educational system should be to develop a

favorable attitude towards lifelong learning and to produce learners who are

competcnt not only to initiate and direct their own learning but also to help

others learn. Involved in the educational curriculum should be learning

experiences which provide the learner with skills in goal setting, in planning

how to go about learning, in where to get help or advice, and in evaluating.

18
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One very practieal implication from these studies is the potential 11:,

of the Tough instruut an effective planning tool f)r analyzing learn'n.;

)1,.ds of adults. Ade:t educators could considerable insight into cif,

needs and learning styles .)y interviewing representative adults of a targt,

audience as to their learning activities during Ale p :u year. This mil,ht

prove to be a more effective method for determining the educational interests

of new and existing audiences than use of planning committees which attempt

to involve repres,71tatives of the target audience in decision-making processes.

The interview teehnique would provide the adult educator with a picture of

the what and why, the how, when, and where--the preferred learning styles.

One of the most important implications for professional adult educators

stems from the increasing evidence that adults plan a great deal of learning

for themselves. Learners are doing this themselves without any assistance

or intervention from professional adult educators. It now seems that adult

educators should be concerned about both the learning process and content of

the learning from a new viewpoint--that the self-directed learner. What

should be the role of adult educators in assisting adults to increase their

awareness of.the potential of teaching themselves? It is apparent that one

of the primary aims of adult education should be to help adults understand

the process of and develop some competencies in self-planned learning._ This

can be done by assisting adults with acquiring skills in determining educa-

tional interests and needs, in selecting and organizing learning experiences,

and in evaluating progress.

Research experience from these studies indicate that an adult's learning

project is a specific, personal, and individualized effort. This is another

reason why the role of institutional adult education, particularly as it

relates to noncredit continuing education, should strive to facilitate the

self-planned learning efforts of adults. The need of reliable subject matter

resources for self-planned learning projects challenges the adult educator
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o 1:.crease the divtr,ititatiou in -pickaging" subject matter (e.g., tapes,

,.assettes, single topic newsletter series, television) for individual learn-

ing projeci:s. These need to be available for use in the home. Individual i

in,-;trucf-ion within group-learning activities needs to be increased also.

The lack of knowledge that subjects had of adult education institution;

reported by Coolican
39

indicates a need for additional program promotion and

for olproving the referral process among adult education agencies. These

important needs could be met through community coordination of adult educa-

tion programs. Such coordination should include: (1) centralized information

service that goes beyond the listing of classes and material resources to

include facilitators, tutors, and learners interested in a specific topic,

(2) coordinated promotion, (3) coordinated program planning on a community

level, and (4) mechanisms to provide for quality control and program evalua-

tion. This calls for a whole new role and seJf-concept for adult education

at the very time they are seeking legitimacy by emulrting traditional educa-

tional roles.

The effect of the interview on the heightened awareness in the inter-

viewee of his own learning efforts provides a natural counseling technique

to uncover learning Interestswhat he would have liked to learn and what

obstacles prevented this.

Group-planned learning activities accounted for only 10 to 20 percent of

the total learning efforts of adults. Learners perceived that group learning

did not fulfill personal goals; this perception probably was an accurate

description of the way it is. Current education models which invite clients

to a place where many of his planning functions are performed for him must

change. Adult educators cannot continue to believe that they alone know

what is best for the prospective learner. The biggest challenge for adult

educators is to accept this evidence and to take positive steps to obtain

information about specific learners' interests and goals in group-learning
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,jtuations. For srup-i...,rning progrms whith extend over a given time

period, it is much easier to make sure that group objectives are compatibl-

with individual objective: Tt is much more difficult to accomplish this

r cue-shot programs which involve large numbers of people. Here, it ma\

be important to be clear on objectives and then build the objectives into

promotion so prospective audiences can self-select. There is a need to

explore nc. ..echniques for building learner goals into group-planned learning

_ activities.

Much of the planning for the future carried out by adult education

institutions is on a one-year basis. It treats the future in much the -;ntnt,

way as the present. Some institutions have been engaged in what is commonly

referred to as "long-range program planning"--planning four to five years in

the future; however, the future is conceived no differently than the present

except for focusing on some economic and demographic variables. There is

need for comprehensive planning for the future that attempts to relate non-

educational factors in that future to educational policy-making and planning

in the present.
40

Questions about Alternative Policy Goals and
Assumptions for Adult Education

These studies demonstrated a high incidence of self-planned learning in

the total learning efforts of adults. This poses serious policy questions

for adult education. Self-planned learning should not be beyond the range

and responsibility of adult education. There should be some kind of inter-

vention. The major policy questions then are what are the grounds for

intervention and if the adult educator intervenes in the domain of self-

planned learning, what does he influence and how?

Persons engaged in self-planned learning need and want help with their

learning. It should be an interest of society to make self-planned learning
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yifici-nt .in. ,itctive. it is economically impossibly to dyvelov

im-:t iLtitional adult t.ducation programs for everyone as is done for childryn.

or .q11 cveryont w1n1 to learn in an institutional setting.

Data from this :itudiys show that learning projects undertaken in

the area of public affairs played a minor role in relation to the total

learning projects undertaken. This raises the question of whether we should

by concerned about efficiency and effectivenesss only or about what is or

should be learned? What are the grounds for making judgements about what's.

to be learned and how it is to be learned?

The little time spent in the planning phase of learning projects indi-

cates a need for assistance in developing skills and competencies in planning.

in knowledge of resources, and in evaluation. The role of adult educators

should be expanded to include not only that of "presenter of subject matter"

but also 1:.o include that of "facilitator of learning." If that role does

broaden, what changes would be required in competencies adult educators need

and in the criteria used to evaluate adult education institutions?

If there were to be intervention in self-planned learning, what resources

would be available? One possibility could be the formal adult education

institutions. The leaders in these institutions need to ask themselves

whether they do or should care and why. If they do care, what are they

going to do about it? A second potential resource could be other institutions

not considered primary adult education institutions but which have an educa-

tive role--business and industry, or television are examples of two. A

third resource is all those sources not yet operationalized--information net-

works, or mass communication devices such as cable television or cassettes.

Who will decide how resources should be organized and made available?

Is federal support possible for more packaging of timely and relevant subject

matter? Is there a way of dividing up subject matter so different institu-

tions have, responsibility for specific areas? Who will decide what is the

22



.1.

will iocll eommunities form the coordinating mechanism needed to

!,1-cirle the necessary counFeling, resources, and referrals? Should the fed -

eZal government :t new coordin:iting instit.ition? Should there I.

federal intervention to provide incentive for im-titutions to change? Wh.i:

effect would such changes have on current practices, i.e., how would "count-

ing" he used as a means of evaluation to determire future funding in a resourc.-

facilitator program? From these questions it is evident that there is a

great. deal more analysis which has to be done.

Need for Further Research

These studies have added to the growing knowledge of participation

research which focuses on the individual learner. They have developed the

concept of self-planned learning. They have also shown that the extent of

learning effort is extensive. There is a need for future studies to be

directed to additional areas of self-planned learning. These studies should

focus on the major questions and issues rather than on questions whether the

extent of learning activity reported is a conservative estimate or whether

learning projects extend over a two, three, or longer period of years.

Instead of focusing only on the difference in degree of participation

betwee,1 various groups, there also needs to be a major focus on questions

rela.ed to differences within groups. Why is it that some adults conduct a

large number of deliberate learning projects, and spend hundreds of hours

doing so? Why is it that others make so little effort to learn? The Cooli-

can study was the first study of adults engaged in self-planned learning which

attempted to determine the extent of association between personal and socio-

economic characteristics and the measures of learning participation--number

of learning projects and total estimated time spent.
41

Further studies are

needed using larger samples to test the validity of the tentative conclusions.
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. . . pr ,..Jith quantity ot

act:v.tv. ;.0.1::11:4..! thy extyot tit learniny, eltort rather than thy

vi:t of change-: in 1--nowleilge, or attituch.s of the learner!;. A

study whic', measarys behavioral change should he undertaken.

!I" might be Nt how lint' loarned 'r bow important the :sob

ioril changes WO! to Icarnr to otln C,Innarisons could tht.n

mat :0 as to the extent of b,:havioral ,hnge resulting from learning projett

whi.h were stlf-n1,:nnod, c-oup-planned., individual-planned, or material

ur...e-planaed.

1 :hy is it that group learning activities did not play a more important

iol, Is the Lot,il learninc; efforts? Why is it that material resource-plann.

projects played such a minor role? Why is it that the majority of the planner:;

in individually-planned projects were friends, neighbors, or relatives, not

professionals? What are the main difficulties these ama .:eur planners encount-

ered in their teaching role? What help would they find most useful in im-

proving their effectjiveness? Answers are needed to all of these questions.

These studies have added to the knowledge of self-planned learning.

since it seems to be such an extensive activity, further research is needed

on the competencies needed for self-planned learning.

More research is also needed on resources. Why is it that learners

rely to such a large degree on intimates (friends, neighbors, relatives)

an printed materials as reqources? Why is it that some subjects relied

consistently on the same resource throughout most of their learning projects?

Why is it that adult education institutions are not used as resources

large extent?

These studies have raised as many questions as they have answered. Con-

tributions have been in specific areas of adult learning conducted by a

specific population. At this point in time, there is a need to expand research

focusing on the adult learner. Studies need to be undertaken which will
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th( -1 n:.; wli hill i d !Ton on, ;inet her. What. re:;eur,-

thebc available to facilitate this research? Who will assume ti d

Conc1udin2 No Li

The growing body of kAowledge regarding self-planned learning present:.

a challenge to 'the field of education. Educators can no longer subscribe

Lrl the dogma that self-planned learning is beyond the range and responsi-

i.iLy of its in, :11uLion,, in the belief it is an individual activity and

affo-cds ao op2ortunity for the adult educator to exert influence on the

learning process. Persons engaged in self-planned learning need and want

h,lp with their learning.

What are the ways in which adult educators and their institutions can

come to understand the challenge of self-directed learners? It will require

acceptance of self-planned learning as a viable part of adult education. It

will require the assistance of the elementary and secondary school system,

more effective planning, and new supportive policies. If adult educators

understand the challenge, will they meet it?
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